Addressing the Complexity of New Teacher Learning: An Exploratory Analysis of Comprehensive Induction One Year on  by Langdon, Frances & Alansari, Mohamed
 Procedia - Social and Behavioral Sciences  69 ( 2012 )  1921 – 1930 
1877-0428 © 2012 The Authors. Published by Elsevier Ltd.
Selection and peer-review under responsibility of Dr. Zafer Bekirogullari of Cognitive – Counselling, Research & Conference 
Services C-crcs.
doi: 10.1016/j.sbspro.2012.12.146 
International Conference on Education and Educational Psychology (ICEEPSY 2012) 
Addressing The Complexity Of New Teacher Learning:  An Exploratory Analysis Of Comprehensive Induction 
One Year On 
 
*Frances Langdon University of Auckland 
Mohamed Alansari  University of Auckland 
Faculty of Education, 74 Epsom Avenue, Epsom, Auckland 1150, New Zealand 
 
Abstract 
Comprehensive induction is essential to teacher learning and development. Yet there are few measures of perceptions of those 
constituent groups responsible for the quality of teacher induction. This investigation measured perceptions of 211 participants of 
how 12 comprehensive induction characteristics were sustained over time. Results showed there were no statistically significant 
differences between these perceptions across schools between 2010 and 2011. However responses of key constituents within 
schools differed with regard to perceptions of new teacher induction. Results may give rise to recommendations for practice or 
decisions regarding resourcing and professional development for leaders, mentors and beginning teachers. 
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1. Objectives/Purpose 
Numerous empirical studies document the critical role that comprehensive induction can play in the professional 
development of beginning teachers (Britton, Paine, Pimm, & Raizen, 2003; Kessels, Beijaard, Veen, & Verloop, 2008; Strong, 
2009).  For example, studies have consistently shown that effective induction of new teachers is a critical component of early 
career teacher development and the development of quality teachers  (Feiman-Nemser, 2001; Portner, 2005).  While these and 
other studies (e.g. Richter et al., 2011) have investigated the role and impact of  specific levers that contribute to new teacher 
development (e.g. policy/resourcing, leadership and mentoring) surprisingly less  have combined  the multiple levers to examine 
the complexity of effective new teacher learning. This is the focus of this paper. 
 Specifically, we engaged in the systematic analysis, of comprehensive induction  (underpinned by 12 characteristics ), 
over a two-year period, in six schools, to ascertain  how   principals, mentors, beginning teachers and  classroom teachers 
perceived the quality of new teacher induction with regard to those characteristics  and to reveal the degree each characteristic  
was present in the school  programme.   
 
2. Theoretical Perspective 
 Whether by design or happenstance in all professional arenas, novices have been acclimatized into communities of 
practice (Rogoff, 1990).   Leaders and mentors often demonstrate by their example or through other social means, what 
knowledge, skills, or abilities are foundational to the profession at hand, and support novices as they become more 
knowledgeable or skilled in the performance of the procedures or routines that mark the profession.   
 Nowhere is the importance of induction more clearly demonstrated than in the teaching profession.  Volumes have 
been written on effective induction and numerous empirical studies have been undertaken to document what promotes beginning 
teacher learning  as a consequence of this process  (Achinstein & Athanases, 2006; Ingersoll & Strong, 2011).   The findings of 
such studies tend to show that the induction process is complex involving the active engagement of multiple players including 
policy makers, school leaders, mentors and classroom teachers  (e.g. F. J. Langdon, 2009).  Just as it is said it takes a village to 
raise a child the evidence suggests it takes commitment to professional learning from the educational community to effectively 
induct new teachers into the profession.  
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 In this investigation, we set out to test this commitment to comprehensive induction by focusing on the perceptions of 
school leaders, mentors, beginning and classroom teachers with regard to the induction processes and practices within their 
schools.   Precisely, what do these constituent groups understand about themselves as educational professionals, and their role in 
supporting the professional growth of less experienced beginning teachers.  Moreover, how do those understandings of their role 
in the induction process change over time.  In order to address that question, we turned to a survey of comprehensive induction as 
our primary source of data.  Comprehensive induction  is conceived as a system and a process for learning that occurs in a 
particular phase of the teacher’s career (Britton et al., 2003). National, regional or state policies and resources enable the delivery 
and design of a coordinated system of processes and practices over time, which is typically more than one year (Darling-
Hammond, B.T, Haselkorn, & Fideler, 1999; Totterdell, Bubb, Woodroffe, & Hanrahan, 2004).  Multiple providers contribute 
knowledge and expertise to the induction process, i.e. the programme is not reliant on the expertise of one person; it is not solely 
mentor-dependent.  
Within this comprehensive framework  the induction period becomes  part of a teacher’s learning trajectory building on 
the knowledge and practice gained through  initial teacher education, to further develop the novice teacher’s   knowledge, skills, 
understandings and personal/professional dispositions (Feiman-Nemser, 2001). Learning to teach and becoming a teacher are 
inextricably linked therefore, the induction process encompasses learning how to teach while teaching, the development of 
teacher identity and facilitates the location of self as an active member of the teaching profession (Flores & Day, 2006).  Such 
processes reduce the emphasis on teacher deficits and increase the  emphasis on developing the intellectual tools (e.g. inquiry and 
reflection)  to examine and analyse students’ work to improve teaching and student learning (Achinstein & Barrett, 2004; 
Loewenberg Ball & Cohen, 1999). 
One of the hallmarks of comprehensive induction is committed and engaged leadership  (Totterdell et al., 2004). School 
leaders are responsible for communicating expectations, and translating and implementing induction policy in their schools.  In 
high quality programmes leaders typically embed the school’s induction processes in an integrated school culture where the 
underpinning induction philosophy is mirrored in school-wide practices (Moore, Johnson, & Kardos, 2004). An integrated culture 
means the new teacher will becomes part of a professional community of learners with the school organisation working to break 
down the isolated nature of teachers’ work to make collaborative practice the norm (Nias, 1989).   
  A further feature of comprehensive  induction is that school colleagues have  a shared vision of good teaching which, 
through educative mentoring provides a model of practice  that encourages the new teacher to deconstruct and reconstruct 
practice in ways that include technical competence but go beyond to encompass the moral purpose and complexity of teaching  
(Feiman-Nemser, 2001).  In such cases teacher agency is enabled and modelled through engagement in decision making to 
support democratic pedagogy and social justice agendas (Cochran-Smith, 2004).  Also  in order to progress new teacher 
development  a blend of  support and assessment  against generic standards  (that capture the vision of good teaching)   utilizes 
documented evidence, which is authentically relevant to learning in practice e.g. student data , reflective journals, portfolios,  
(Yusko & Feiman-Nemser, 2008).  Empirical evidence  (e.g. Loewenberg Ball & Cohen, 1999) confirms  that inducting and 
mentoring beginning teachers can aspire to a purpose  beyond the dominant model where attention is primarily on classroom 
management, survival and retention to reframe problems to use multiple ways of understanding the complexity of  teaching and 
student learning.           
Within this high quality comprehensive framework pragmatic decisions are made to support beginning teacher learning. 
For example, it may be decided that the new teacher’s class should have fewer students, or that the classes taught be carefully 
selected. Further to manage stress and demands associated with the teachers novice status, and to engage in critical conversations 
about pedagogy and students, time out of the classroom may be scheduled (ideally weekly) (Kardos, Moore-Johnson, Peske, 
Kauffman, & Liu, 2001).  The focus is on learning and inquiry with leaders, mentors and beginning teachers  typically 
collaborating to make   decisions about the design and purpose of the  induction programme (Totterdell et al., 2004).  Selection of  
the  mentor is seriously considered (Youngs, 2002). Sustained mentor professional development is provided which has a focus on 
teacher learning and effective mentoring practice. 
From a synthesis of the literature, the supposition is made that comprehensive induction is based on the following three 
assumptions.  First, at a macro policy level there will be a commitment to resourcing high-quality early career learning.  The 
profession recognizes the critical importance of teacher learning spanning the continuum from novice to accomplished teacher.  
Second, the success of induction policy expectations depends on leadership and the school context.  The responsibility for 
translating the resourcing into responsive and effective programmes lies with school principals, the school culture they develop, 
and the mentors they select.  Third, mentors are, in fact, capable of mentoring: that is to collaborate with the beginning teacher in 
the formulation and implementation of curricular goals focused on student learning and teacher development.  From these three 
assumptions, 12 characteristics of induction and mentoring were identified and corresponding items were developed (Table 1). 
In this paper, an analysis of the comprehensive induction survey will be discussed in order to address the following 
research questions: 
1. Do the responses of key constituents within the school (i.e. school leaders, mentor teachers, classroom teachers, and 
beginning teachers) differ with regard to induction and mentoring programmes and the overall school culture? 
2. How are the perceptions of the key constituents maintained over time?   
3. Do patterns of perceptions of constituents groups across the schools differ with regard to the  12 characteristics of 
comprehensive induction?  
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3. Method 
3.1 Participants 
Participants were 211 year one and two in-service beginning teachers (n = 18, 8.5%), classroom teachers (n = 156, 73.9%), 
school leaders (i.e., principals, deputy principals and/or assistant principals, n = 34, 16.1%), as well as mentors (n = 55, 26.1%).  
Participants came from five public schools in suburban (n = 4, 80%) and rural areas (n = 1, 20%) of New Zealand.  With respect 
to gender, 45 (21.3%) participants were males (166 were females, 78.7%).  The mean age for participants was 41.37 (SD = 
11.73), while the mean number of teaching years was 15.68 (SD = 12.09).  Further, these participants identified themselves as 
being European (60.6%), Pasifika (10.3%), Indian (8.9%), Asian (5.9%), Maori (4.4%), and ‘other’ ethnic backgrounds (9.9%).  
Schools were chosen to represent a range of socioeconomic levels on the basis of their decile rating.  The decile rating (a 
percentile rating that spans from 1 to 10), is the national New Zealand indicator used to measure the extent to which schools draw 
students from low socio-economic communities.  For instance, decile one schools contain the highest proportion of students from 
low-socioeconomic communities, while decile 10 schools contain the lowest proportion of such students.  Of the five schools 
involved in this study, one was a decile one school; two were decile two schools; one was a decile three school; while one was a 
decile nine school.    
 
3.2 The New Zealand context  
Because this study was undertaken in New Zealand, it is important to describe some specific aspects of this educational 
context as it relates to induction and mentoring.  By national mandate, all beginning teachers within the country are to be 
provided with in-school induction and mentoring.  All beginning teachers must have a nationally approved teaching qualification 
to become provisionally registered to teach.  The provisional registration status is typically for the first two years of a teacher’s 
career.   Since 1985 the Ministry of Education has provided New Zealand schools with policy, guidelines, funding, and time to 
support the development of teachers to become a fully registered.  For example, currently the Ministry of Education provides 
primary schools with a 0.2 staffing remuneration in the first year, and 0.1 in the second year, of a beginning teacher’s 
employment.  Experienced teachers who are appointed to mentor the beginning teacher receive a supplementary allowance.  
These on-site mentor teachers support the first two years of the novice teacher’s practice and facilitate the gathering of evidence 
that beginning teachers require to meet the national criteria for full teacher registration (New Zealand Teachers Council, 2010b). 
Further, national advisory services provide additional beginning teacher support usually in the form of off-site workshops. 
International and national  studies have identified positive aspects of the New Zealand system: for example, Wong (2005) 
described New Zealand induction as state of the art.  Yet national studies  (e.g. Cameron, Dingle, & Brooking, 2007; Renwick, 
2001) have highlighted inconsistencies in the quality of induction and mentoring.  Cameron et al.’s (2007) national survey 
provided evidence that, while novices felt personally welcomed and valued, many did not receive the level of support, mentoring 
and assessment to which they were entitled.  A significant proportion of teachers (22% of early childhood education teachers, 
21% of secondary and 14% of primary teachers) considered that they had been left alone to sink or swim.  Further, Cameron et 
al. (2007) found that many workplaces did not appear to provide the quality and frequency of specific pedagogical support that 
would be likely to lead to more effective teaching and successful learning.  New Zealand is not alone, as Totterdell et al. (2004) 
reported in England not all newly qualified teachers received their entitlements as newly qualified teachers.  
A national response by the New Zealand Teachers Council to research that identified inconsistencies in the quality of 
mentoring received by beginning teachers was to develop “Guidelines for Induction and Mentoring Programmes and for Mentor 
Teacher Development in Aotearoa New Zealand”  (The Guidelines)  (New Zealand Teachers Council, 2010a).  The Guidelines 
are designed to shift induction and mentoring practices rather than embed existing practice.  For example, they propose that an 
educative model of induction and mentoring should be transformative in nature and should benefit the full range of learners in 
New Zealand schools.  
The five schools in this investigation participated in a two year national pilot to trial the national Guidelines. As part of the 
study each school participated in a induction and mentoring intervention conducted in conjunction with a large university which 
comprised of whole school and mentor professional development.  Annually school leaders independently and then with school 
staff evaluated their school programme using the 12 characteristics of comprehensive beginning teacher induction (refer Table 1) 
which were mapped against the Guidelines.  Based on the schools self- evaluations annual goals were collaboratively established 
to improve the quality of the school’s induction and mentoring programme.  Further, mentors from each school participated in a 
mentoring programme. The overall objective of the national induction pilot intervention was to improve the capacity of leaders, 
teachers and mentors to support beginning teacher learning in ways that correlated with the national Guidelines.  
 
3.4 Measure 
Given the educational context just described, it was determined that the development of a measure to survey effective 
induction and mentoring was required to inform policy and focus resources.  This survey, which was Langdon’s Induction and 
Mentoring Scale (LIMS) was a 78-item measure constructed to investigate 12 characteristics deemed critical for effective 
induction and mentoring based on an extensive analysis of the literature. Table 1 below contains a list of the 12 characteristics 
measured in this study, along with sample items.  All items are framed within the context of ‘in our school’ and are responded to 
on a 100-mellimeter continuum scale ranging from strongly disagree to strongly agree.  Participants indicate their level of 
agreement or disagreement by placing a slash mark at the appropriate point along the continuum. For example, one of the items 
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related to the clarity of expectations and high levels of consistency between state, community, and school about PRT induction 
reads as follows: 
 
Mentors clearly communicate school expectations to beginning teachers 
 
 
 
Strongly Disagree Strongly Agree 
 
 
3.5 Procedures  
The measure consisting of 78 items was developed using the 12 characteristics of mentoring and induction as a guiding 
frame.  The school personnel responsible for the induction and mentoring programme received and distributed the surveys to 
those who had completed the informed consent.  The survey, along with some demographics, were completed in privacy and 
returned by mail to the researchers to ensure confidentiality.  Responses to the LIMS were measured by a ruler and recorded in 
millimetre units. Data was then entered into a spread sheet and was analysed using the statistical software SPSS. 
 
3.6 Data Analysis 
Factors were created in line with the 12 characteristics identified earlier. Data were quantitatively analysed using 
statistical tests including Analysis of Variance (ANOVA) tests, as well as cluster analyses. The calculated means (and standard 
deviations) of the 12 characteristics of comprehensive induction and mentoring by key constituent groups (mentors, beginning 
and classroom teachers, school leaders, and others) is  be presented  in the following results and  section.  
 
 
Table 1.  The 12 Characteristics of Comprehensive Induction and Mentoring Measured by the LIMS 
 Characteristic Sample Item 
C1 National/State or regional coordinated system supported by policy and 
resources. 
There is effective use of the staffing 
resources to support beginning teachers’ 
learning. 
C2 There exists clarity of expectations and high levels of consistency 
between state, community, and school about PRTs induction. 
Mentors are aware of the expectations 
associated with their role. 
C3 A vision of good teaching is articulated and observed. There are commonly held conceptions of 
what good teaching practice looks like. 
C4 Powerful leadership underpins PRTs induction programmes. The principal values mentors’ role in 
beginning teacher induction. 
C5 Work conditions are provided to meet PRTs needs. Mentors are given adequate time to support 
beginning teachers. 
C6 Collaborative school cultures fortify PRTs learning and development. 
 
Beginning teachers feel comfortable to 
approach other teachers for help. 
C7 Teacher agency and democratic practices are promoted and teacher 
engagement in decision making at micro and macro levels is modelled and 
expected. 
Mentors encourage beginning teachers to try 
out different approaches to teaching. 
C8 Multiple individuals (including the tutor/mentor) contribute to PRT 
learning and development 
Beginning teachers’ confidence in teaching 
is fostered by staff. 
C9 Learning occurs in context with the classroom being a site of inquiry. Mentors observe beginning teachers to 
enable more effective practice. 
C10 Accountability for the PRTs induction system and process is through 
professional peer review. 
The standards/criteria used by principals and 
mentors to assess beginning teachers are 
clear. 
C11 Time and opportunity are provided to enable the PRTs to locate 
themselves within the community of teachers and to establish constructive 
relationships with the profession. 
Beginning teachers’ successes are 
acknowledged. 
C12 Links between initial teacher education programmes, induction and on-
going learning promote a trajectory of professional development and 
learning throughout a teacher’s career. 
Staff are encouraged to engage in 
professional learning and development. 
 
 
 
4. Results  
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Means (and standard deviations) of the 12 characteristics of comprehensive induction and mentoring by key constituent 
groups, along with their internal consistency estimates (alphas) are presented in Table 2. Further, these were also graphed in 
Figure 1 below. Overall, the least reported perceptions were regarding C5 (Work conditions are provided to meet PRTs needs) 
and C10  (Accountability for the PRTs induction system and process is through professional peer review) , and this was 
consistent across all groups of participants; and most reported perceptions were regarding C3 (A vision of good teaching is 
articulated and observed ),C9 (Learning occurs in context with the classroom being a site of inquiry), C6 (Collaborative school 
cultures fortify PRTs learning and development) and  C8 (Multiple individuals [including the tutor/mentor] contribute to PRT 
learning and development). 
 
 
Table 2.  Descriptives and Alphas of the 12 Characteristics measured by the LIMS 
 
 
 
Overall 
Principles and 
School Leaders 
Beginning 
Teachers 
Mentors Classroom Teachers  
 
 
  M (SD) M (SD) M (SD) M (SD) Į 
C1 73.30 (17.23) 84.35 (9.24) 78.48 (14.02) 74.03 (15.30) 70.83 (17.79) .82 
C2 74.54 (11.96) 81.27 (5.25) 78.86 (8.39) 74.84 (12.30) 72.69 (12.88) .75 
C3 81.80 (13.82) 88.14 (6.61) 86.45 (10.46) 82.10 (14.23) 80.10 (14.81) .90 
C4 78.21 (15.94) 88.15 (6.13) 83.03 (11.76) 77.62 (15.42) 75.42 (17.05) .92 
C5 68.76 (14.45) 73.57 (10.95) 72.14 (13.52) 68.92 (12.76) 67.50 (15.19) .75 
C6 81.14 (14.36) 89.91 (6.77) 87.52 (10.36) 80.22 (14.89) 78.72 (15.06) .90 
C7 76.67 (14.30) 84.58 (8.08) 84.16 (11.08) 76.55 (13.18) 74.05 (14.75) .81 
C8 79.59 (14.43) 88.89 (5.92) 83.69 (12.53) 79.36 (14.09) 77.17 (15.06) .96 
C9 81.37 (13.73) 89.33 (6.17) 86.31 (9.69) 81.11 (14.75) 79.49 (14.23) .88 
C10 70.86 (11.21) 74.75 (8.37) 71.50 (11.09) 71.48 (11.08) 70.15 (11.62) .60 
C11 79.27 (14.65) 87.65 (7.30) 83.13 (12.46) 80.40 (14.55) 76.88 (15.52) .83 
C12 76.89 (13.94) 83.71 (9.65) 82.63 (10.37) 76.09 (12.69) 74.69 (14.71) .72 
Note. Refer to Table 1 for full description of the 12 characteristics.  
 
A one-way ANOVA test revealed no statistically significant differences between perceptions reported at 2010 and 2011 
across the five (differently socio-economically situated) schools. That is, perceptions of the quality of comprehensive induction 
and mentoring were maintained over time. 
A further one-way ANOVA test was conducted to determine whether perceptions of comprehensive induction and 
mentoring would significantly differ with respect to the key constituent groups (principals and school leaders, beginning teachers, 
mentors, and classroom teachers). Overall, there were no statistically significant differences in reported perceptions of C5 (Work 
conditions are provided to meet PRTs needs) and C10 (Accountability for the PRTs induction system and process is through 
professional peer review) with respect to the investigated groups. However, there were statistically significant differences in 
reported perceptions of the remaining 11 characteristics (p < .002, F > 5.01 for all). A Post-hoc Tukey test showed that, whenever 
statistically significant differences existed, it was always the case that school leaders and principals would report significantly 
higher perceptions of the 12 characteristics than other groups in their schools.  
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Figure1. 2010/2011 Means of the 12 characteristics by key constituent groups  
 
Next, a cluster analysis was run to determine whether there were interpretable profiles of comprehensive induction and 
mentoring perceptions which could reveal a pattern in responses. Ward’s agglomerative, hierarchical method was used to cluster 
participants based on similarities in their reported perceptions. Participants with missing data were excluded from the analysis, 
reducing the sample size for this test to 138. Results suggested a two, three, or a four cluster solution. In order to validate these 
solutions, the K-means iterative portioning method was used to examine how similar or different the solutions would have been if 
clusters were calculated using another method. A decision was made to choose the four-cluster solution, as this solution had a 
high percentage of similarity when compared with the four-cluster solution generated by the K-means method (87.7%), and it 
also allowed for a variety of profiles to emerge as opposed to the two or three cluster solutions (differences between all four 
clusters were statistically significant, p < .001, F > 88). The four cluster solutions will be described and discussed below. 
Cluster 1 (n = 33, 23.91%) is displayed in Figure 2 below. This cluster contained reported perceptions that were above 
the average 50 millimetre point, and close to the overall means reported in Table 1 (± .59 SDs). The lowest perceptions reported 
in this cluster were around C5 (Work conditions are provided to meet PRTs needs), and the highest were around C3 (A vision of 
good teaching is articulated and observed), C6 (Collaborative school cultures fortify PRTs learning and development) , and C9 
(Learning occurs in context with the classroom being a site of inquiry). This cluster varied in terms of demographics with the 
majority being classroom teachers and mentors (72.7%, followed by 15.2% beginning teachers, and 12.1% principals and school 
leaders). 
  
 
Figure 2. The first emerging cluster of reported perceptions of comprehensive induction and mentoring 
 
Cluster 2 (n = 70, 50.72%) is displayed in Figure 3 below. This cluster contained reported perceptions that were above 
the average 50 millimetre point, and above the overall means (by at least 1 standard deviation) reported in Table 1. The lowest 
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perceptions reported in this cluster were around C10 (Accountability for the PRTs induction system and process is through 
professional peer review) and C5 (Work conditions are provided to meet PRTs needs) . This cluster also varied in terms of 
demographics with the majority being classroom teachers and mentors (67.1%, followed by 24.3% principals and school leaders, 
and 8.6% beginning teachers). 
 
 
Figure 3. The second emerging cluster of reported perceptions of comprehensive induction and mentoring 
 
Cluster 3 (n = 18, 13.04%) is displayed in Figure 4 below. This cluster contained reported perceptions that were clearly 
above the average 50 millimetre point (with the exceptions of reported perceptions of C1- National/State or regional coordinated 
system supported by policy and resources and C5- Work conditions are provided to meet PRTs needs)-, and below the overall 
means (by at least 1 standard deviation) reported in Table 1. The majority of participants in this cluster were classroom teachers 
(77.8%), followed by beginning teachers (11.1%) and mentors (11.1%). 
 
 
Figure 4. The third emerging cluster of reported perceptions of comprehensive induction and mentoring 
 
Cluster 4 (n = 17, 12.32%) is displayed in Figure 5 below. This cluster contained reported perceptions that were around 
the average 50 millimetre point or less, and significantly below the overall means  reported in Table 1 (by at least 1.5 standard 
deviations). Interestingly, this cluster contained lower perceptions of all 12 characteristics, and included only classroom teachers.  
1928   Frances Langdon and Mohamed Alansari /  Procedia - Social and Behavioral Sciences  69 ( 2012 )  1921 – 1930 
 
 Figure 5. The fourth emerging cluster of reported perceptions of comprehensive induction and mentoring 
 
5. Conclusion and Implications 
The results of this study inform the discussion about the quality of induction and mentoring of novice teachers. The 
longitudinal investigation was used to examine the complexity of new teacher support during the induction and mentoring phase, 
providing the opportunity to examine changes in perceptions across key constituent groups over one year.  A key finding was the 
relatively high perceptions of the quality of the induction and mentoring processes and practices held by school leaders when 
compared with other constituent groups, but this was not the only result. 
In our judgments, four key findings emerged from the study.   First, the perceptions of the quality of comprehensive 
induction across the schools were maintained over the year but did not differ significantly by socio-economic context. What 
appears to matter is the professional context/culture in which new teachers work, rather than the status of the community in 
which the school is situated.  There was agreement that professional colleagues (i.e. classroom teachers, mentors and leaders) 
worked with the beginning teacher in collaborative school cultures where good teaching was modeled and observed and inquiry 
into both teacher and student learning was the focus of classroom practice.  Notwithstanding the community in which the school 
was situated, common features of effective induction (refer Britton et al., 2003; Norman & Feiman-Nemser, 2005) that  went well 
beyond the confines of a beginning teacher/mentor relationship and a single programme, were identified as positively 
contributing to new teacher development.    Second, there was less confidence , across all participants, in the way  work 
conditions (e.g. class carefully selected, mentors given time to mentor)  and teacher  accountability/ assessment practices  (e.g  
meeting  national standards)  supported beginning teacher development.  This is not surprising as Yusko and Feiman-Nemser 
(2008) found;  melding support, development, assessment and accountability has inherent challenges particularly related to 
forming trusting relationships with mentors. This result signals the need for further research into teacher assessment and 
accountability practices.  Third, the  lower level of confidence in the quality of induction and mentoring perceived mostly by 
classroom teachers may be explained by the relative distance  they have from the induction and mentoring policy, processes and 
practices when  compared with  leaders, mentors and beginning teachers, who are more directly but differently involved in the 
induction and mentoring of newly qualified  teachers.  Finally, well established is the fact that leaders have an important role in 
providing the conditions for  teacher learning (Carver & Feiman-Nemser, 2009) – they are responsible for  in-school induction 
programmes. When leaders align systems  with effective  induction and mentoring practices the quality of  beginning teacher 
learning and development is likely to improve (F. Langdon, with Kromer, Ryde, & Karl, 2011; Portner, 2005; Wong, 2005).  The 
fact that leaders held higher perceptions of the quality of induction and mentoring practices in their school, than those of mentors, 
classroom teachers and beginning teachers, suggest the need for evidenced based school evaluations in order to align perceptions 
and practices of all who impact on the learning experiences of novice teachers.  Moreover, given these year-out findings it seems 
reasonable to speculate that to strengthen induction practices   leaders will need to provide opportunities for all those involved in 
new teacher learning to evaluate their own professional development needs to plan and enact strategies for improvement. Failure 
to act is likely to maintain the status quo. 
 
5.1 Limitations 
Limitations of the study warrant attention.  The measure was newly developed for the purpose of this study and applied 
in a small sample of New Zealand primary/intermediate schools.  Although the analyses established the validity of the measure 
future work  needs to confirm that the instrument can be used across sector contexts (beyond primary/intermediate  schools) and 
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in other cultural contexts (beyond New Zealand);  (refer F. Langdon, Alexander, Dinsmore, & Ryde, in press). Nevertheless, in 
our view, and despite its still-emerging character, the LIMS serves to address the significant gap between the need and the 
availability of viable measures of induction and mentoring programmes for beginning teachers. Further, the LIMS is based on a 
theoretically derived model of beginning-teacher induction and mentoring.  
 
5.2 Practical Implications  
The results of the study (keeping in mind the small sample) suggest ways in which the quality of induction and 
mentoring of new teachers may be improved at national and/or regional and school levels; particularly with regard to 
recommendations for practice or decisions regarding resourcing and professional development for leaders, mentors and beginning 
teachers. For example, the provision of leaders with an evaluative tool at the school level could facilitate discussion and goal 
setting to improve induction and mentoring. Drawing on the results from the five schools consideration could be given to 
developing strategies to: improve mentor and beginning teacher work conditions with the aim of enhancing learning; develop 
school-wide practices to communicate induction and mentoring support policy in order to clarify the role all colleagues have in 
supporting new teachers; educate those involved in the assessment of the beginning teacher against national standards.  
Implementing comprehensive induction in ways that positively impact on teaching and learning will require leadership to “hard-
wire” the multiple features of comprehensive induction into the school culture. This hard-wiring should result in a commitment 
by leaders, mentor and classroom teachers to recognize their role in new teacher learning, thus going beyond the limitations of a 
programme. Sparks (Sparks, 2005) reminds us that well-designed induction  reveals a school system’s deep commitment to 
quality teaching and professional learning from day one through to retirement.  
 
Finally, a note of caution; it is important to remember that this study represents the effects of just one year. The results 
suggest it is likely that the induction and mentoring effect may not be maintained without added intervention.  Comprehensive 
induction and mentoring has been cited as the single most effective strategy to stem attrition rates (Ingersoll & Strong, 2011; 
Portner, 2005); with the capacity (when constructivist mentoring is experienced)  to predict the quality of  new teacher 
development (Richter et al., 2011; Wong, 2005).  Therefore further studies are required to assess the way in which the combined 
effects of key constituent groups contribute to the complexity of new teacher learning and development. 
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